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Figure	10:	Example	of	LD-CM	overlay	for	significant	areas	of	interest	for	a	SCORM	single-learner	courseware	approach	(for	comparison	with	Figure	9).		We	believe	these	comparisons	will	also	benefit	from	using	a	Learning	Design	representation	of	one	or	more	concrete	instances	of	teaching	and	learning	activities	(based	on	the	given	theory/practice)	in	order	to	better	explicate	similarities	and	differences	in	classroom	practices	arising	from	theoretical	differences.	The	combination	of	broad	analysis	of	pedagogical	approaches	(using	LD-CM	overlays)	combined	with	detailed	analysis	of	concrete	examples	of	teaching	and	learning	(using	a	Learning	Design	framework)	will	foster	clearer	understanding	of	differences	in	theory	and	practice	in	education.				
Part	5:	Learning	Design	and	Pedagogical	Theories		Having	earlier	dealt	with	the	narrow	question	of	pedagogical	neutrality,	and	then	provided	a	conceptual	map	of	the	broader	landscape	for	Learning	Design,	it	is	worth	returning	to	the	thorny	question	of	pedagogical	theories	and	Learning	Design.	A	notational	framework	for	describing	examples	of	many	different	pedagogical	approaches	may	be	of	interest	to	a	small	audience	of	theoreticians	who	are	fascinated	by	the	challenge	of	abstract	representation.	However,	the	great	majority	of	educators	would	be	interested	in	a	descriptive	framework	in	order	to	help	them	teach	more	
effectively.			By	comparison,	it	would	be	possible	to	notate	almost	any	musical	performance	(no	matter	how	unpleasant),	but	few	people	would	be	interested	in	this	notation	purely	as	a	challenge	to	the	capabilities	of	the	notation	system.	Rather,	writing	down	musical	ideas	is	a	way	to	convey	great	music	from	one	person	to	another	over	time	and	space.	An	abstract	framework	for	notation	is	itself	of	little	interest	to	most	musicians	–	what	matters	is	what	it	conveys,	not	how	it	does	it.	We	remember	the	names	of	great	composers,	not	the	names	of	those	who	developed	music	notation.		The	ultimate	rationale	for	Learning	Design	is	that	it	can	convey	great	teaching	ideas	among	educators	in	order	that	learners	may	learn	more	effectively.	This	improved	learning	arises	from	their	educators	adopting	new,	effective	teaching	strategies	for	designing	learning	experiences.			The	conceptual	difficulty	is	that	the	Learning	Design	framework	tries	to	avoid	privileging	any	particular	pedagogical	theory	over	another	in	its	notational	system,	and	yet	almost	all	educators	who	could	use	Learning	Design	would	wish	to	use	it	to	improve	learning,	and	improving	learning	requires	a	theory	of	how	students	learn.		We	propose	two	ways	to	approach	this	problem.	In	the	first	approach,	we	have	provided	a	Learning	Design	Conceptual	Map	to	help	explore	the	relationships	among	the	“moving	parts”	of	how	an	educator	comes	to	teach	in	a	particular	way	at	a	particular	moment.	The	LD-CM	provides	a	way	for	approaching	this	question	that	focuses	on	the	core	Learning	Design	concepts	(guidance,	representation	and	sharing)	but	also	draws	attention	to	the	many	related	issues	that	affect	the	decision-making	of	educators.			Given	a	particular	instance	of	teaching	and	learning,	the	LD-CM	can	be	used	to	investigate	how	assumptions	about	theory	and	the	learning	environment	relate	to	teaching	plans,	classroom	activities	and	learner	responses.	In	broad	terms,	it	is	a	question	of	the	internal	coherence	of	actions	within	a	given	set	of	pedagogical	(and	
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other)	assumptions.	As	everyday	teaching	is	littered	with	examples	that	lack	this	kind	of	coherence,	it	is	not	an	insignificant	issue.		However,	this	first	approach	is,	in	part,	a	fudge.	A	thoroughgoing	relativist	interpretation	might	say	that	internal	coherence	is	the	only	question	that	could	be	asked,	as	there	is	no	“reality”	by	which	to	externally	judge	questions	of	teaching	and	learning	effectiveness.	However,	the	vast	majority	of	educators	believe	there	are	more	and	less	effective	ways	of	teaching,	arising	from	their	observations	of	learner	responses	and	the	findings	of	educational	research.	In	addition,	most	pedagogical	theories	ultimately	contain	ideas	about	how	an	educator	“should”	and	“should	not”	go	about	teaching,	which	belies	a	view	about	reality	(otherwise	there	would	be	no	“should”).		Our	second	approach	starts	by	using	the	Learning	Design	Conceptual	Map,	where	a	chosen	pedagogical	approach	can	be	described	in	the	Educational	Philosophy	box.	This	choice	is,	ultimately,	informed	by	evidence	from	the	Theories	and	Methodologies	box	immediately	below	it,	which	deals	with	evidence	from	educational	research.	Different	kinds	of	research	evidence	frequently	provide	support	for	different	pedagogical	theories	–	for	example,	quantitative	analysis	of	small	activities	might	be	used	to	support	particular	types	of	direct	instruction	theories,	whereas	broad	qualitative	analyses	of	the	skills	of	learners	on	reaching	the	end	of	their	education	might	be	used	to	support	constructivist	theories.		This	is	not	the	place	for	a	debate	over	the	validity	of	different	pedagogical	theories	and	their	underlying	evidence.	Rather,	we	seek	to	use	the	LD-CM	to	draw	attention	to	the	way	that	different	kinds	of	research	evidence	inform	different	pedagogical	theories	that	in	turn	inform	different	teaching	and	learning	activities	which	can	be	represented	using	a	Learning	Design	notational	system.	At	the	level	of	individual	educators,	the	explication	of	these	connections	can	help	to	clarify	decision-making	about	teaching	and	how	these	decisions	connect	pedagogical	theory,	research	evidence,	learner	characteristics	and	context	in	order	to	promote	effective	student	learning.	At	a	macro	level,	the	same	Map	can	be	used	to	help	structure	academic	debate	about	types	of	research	evidence	(including	whether	particular	evidence	is	conflicting	or	rather	about	different	facets	of	education),	and	the	links	between	research	evidence	and	types	of	teaching	and	types	of	student	learning,	in	order	to	facilitate	judgements	about	effective	learning.		For	everyday	practice,	the	question	of	teaching	and	learning	effectiveness	depends	not	simply	on	the	chosen	pedagogical	theory	or	the	research	evidence	in	favour	of	this	theory.	It	depends	on	the	wider	mix	of	issues	identified	in	the	LD-CM	such	as:	the	characteristics	and	values	of	institutions,	educators	and	learners;	the	nature	of	the	teaching	cycle	(and	the	granularity	of	teaching	design);	the	use	of	descriptive	frameworks	for	teaching	and	learning	activities,	together	with	guidance	and	sharing;	the	use	of	tools	and	resources	to	support	implementation	of	teaching	and	learning;	and	the	various	responses	of	learners	(e.g.,	reactions,	assessment,	evaluation).			The	“best”	pedagogical	theory	may	be	highly	ineffective	for	student	learning	in	a	particular	context	if	other	parts	of	the	LD-CM	are	not	considered	or	implemented	appropriately.	Equally,	a	set	of	very	difficult	educational	circumstances	(e.g.,	education	in	a	poor	country)	may	still	lead	to	highly	effective	learning	where	certain	elements	(e.g.,	a	gifted	teacher)	overcome	difficulties.	Any	thorough	investigation	of	the	effectiveness	of	a	teaching	and	learning	approach	needs	to	examine	the	full	set	of	interactions	within	the	Learning	Design	Conceptual	Map,	including	the	potential	for	positive	aspects	of	one	part	of	the	Map	to	override	negative	aspects	in	another	part.			
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Part	5.1:	Is	effective	teaching	and	learning	always	“learner-centred”?		There	is	one	final	issue	in	pedagogical	theory	that	is	relevant	to	this	discussion	of	Learning	Design.	Many	educators,	particularly	in	the	past,	have	tended	to	teach	using	methods	that	focus	heavily	on	content	transmission,	and	less	on	active	learning	activities	for	learners	(such	as	student-led	analysis,	research	and	discussion	as	used	in	Problem-Based	Learning).	A	preference	for	content	transmission	approaches	is	rarely	due	to	a	sophisticated	understanding	of	the	evidence	to	support	this	approach,	rather,	it	is	often	simply	a	replication	of	the	experience	of	past	teaching	practices	–	that	is,	educators	often	teach	the	way	they	themselves	were	taught.		This	issue	takes	several	forms.	One	has	been	a	desire	to	shift	education	from	being	“teacher	centred”	to	“learner	centred”,	or	“teaching	centred”	to	“learning	centred”,	or	from	the	“sage	on	the	stage”	to	the	“guide	on	the	side”.	This	general	view	seeks	to	focus	attention	primarily	on	how	the	learner	learns	(and	hence	how	all	other	aspects	of	education	should	revolve	around	this)	rather	than	simply	how	the	teacher	teaches.	Another	way	to	view	this	is	a	shift	from	an	“input”	model	of	education	(what	the	educator	imparts	to	learners)	to	an	“output”	model	of	education	(what	do	learners	know	and	can	do	following	teaching	and	learning	activities).	A	focus	on	what	learners	actually	learn	is	essential	to	an	understanding	of	effective	teaching	and	learning,	and	so	to	the	extent	that	“learner-centred”	means	“what	works	for	student	learning”,	then	being	“learner-centred”	is	the	foundation	of	effective	teaching	and	learning.			But	learner-centred	is	sometimes	taken	to	mean	that	all	learning	must	be	led	by	the	learner,	and	that	teaching,	particularly	any	type	of	direct	instruction	or	drill	and	practice-style	teaching,	should	be	avoided.	Given	the	many	examples	of	ineffective	content	transmission-style	teaching,	based	on	unreflective	past	experiences	of	teaching,	it	is	understandable	that	in	some	contexts	there	is	a	reaction	against	“teacher-centric”	methods.	In	some	circles,	“teaching”	is	almost	a	dirty	word.			However,	this	reaction	against	teaching	can	go	too	far.	Even	in	teaching	contexts	with	a	strong	focus	on	the	learner,	there	is	usually	an	important	role	for	the	educator	in	structuring	the	opportunities	for	learning,	and	scaffolding	the	learning	process	to	assist	learners	to	learn.	These	structuring	and	facilitation	decisions	can	still	be	described	and	shared	using	a	Learning	Design	descriptive	framework.			Going	further,	different	teaching	approaches	may	be	used	for	different	subjects,	and	at	different	stages	in	learning.	Certain	kinds	of	learning	may	benefit	more	from	direct	instruction	approaches	(e.g.,	language	learning,	basic	mathematics),	whereas	other	kinds	of	learning	may	benefit	from	collaborative	or	constructivism	approaches	(e.g.,	21st	century	skills).	Hence,	lecturing	has	a	place	among	the	suite	of	teaching	methods	that	can	assist	a	learner	to	learn.	So,	to	the	extent	that	“learner-centred”	means	little	or	no	role	for	educators,	we	see	many	contexts	in	which	this	will	not	result	in	the	most	effective	learning	for	students.	Ill-informed	and	unguided	discussion	can	be	as	ineffective	for	learning	as	poor	content	transmission.		This	is	not	the	place	for	a	debate	on	the	relative	merits	of	different	teaching	and	learning	approaches	for	different	subjects	or	stages	of	education,	but	we	simply	make	the	point	that	educators	can	use	all	the	components	of	the	Learning	Design	Conceptual	Map	to	assist	with	designing	and	implementing	effective	teaching	and	learning	activities,	where	the	effectiveness	is	ultimately	measured	in	terms	of	learning	outcomes	rather	than	teaching	inputs.	For	most	educators,	this	means	using	a	wide	range	of	teaching	and	learning	approaches	depending	on	what	is	most	effective	in	their	context.	And	to	the	
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extent	that	sharing	learning	designs	helps	educators	to	adopt	new,	effective	teaching	and	learning	methods,	then	ultimately	student	learning	will	improve.		
Conclusion:	Revisiting	Learning	Design	Definitions		Many	educators	already	use	the	phase	“Learning	Design”	in	a	much	more	general	sense	than	an	abstract	framework	for	describing	teaching	and	learning	activities	or	a	Conceptual	Map.	Educators	often	use	“Learning	Design”	to	talk	about	their	everyday	decisions	about	how	they	teach,	in	the	sense	of	“how	do	I	design	activities	to	help	my	learners	to	learn?”	This	is	Learning	Design	as	a	practice	–	a	verb	–	rather	than	as	a	static	concept	–	a	noun	to	describe	a	field	of	study.	It	is	Learning	Design	as	“designing	for	learning”.		At	this	point	we	are	conscious	of	Peter	Goodyear’s	caution	that	learning	takes	place	inside	the	learner,	and	so	there	is	nothing	an	educator	can	do	to	ensure	that	learning	takes	place	(Goodyear	&	Retalis,	2010).	However,	an	educator	can	carefully	design	teaching	and	learning	activities	that	encourage	learning	to	take	place	–	this	is	what	we	mean	by	“designing	for	learning”.		Given	the	conceptual	foundations	we	have	laid	in	this	paper	and	our	discussion	of	effective	teaching	and	learning	approaches,	we	now	offer	a	new	synthesis	for	the	field	of	Learning	Design.	The	concept	of	a	framework	for	describing	teaching	and	learning	activities	(based	on	many	different	pedagogical	approaches)	that	we	have	earlier	defined	as	“Learning	Design”	can	now	be	given	a	more	precise	phrasing	as	a	“Learning	Design	Framework”	(LD-F).	The	Learning	Design	Conceptual	Map	(LD-CM)	provides	the	link	between	the	core	concept	of	the	LD-F	(together	with	guidance	and	sharing)	and	the	wider	educational	landscape.	The	day-to-day	practices	of	educators	as	they	design	for	learning,	and	increasingly	use	the	evolving	Learning	Design	Frameworks	and	the	Learning	Design	Conceptual	Map	to	guide	them,	can	be	called	Learning	Design	Practice	(LD-P).	Taken	together,	these	three	ideas	provide	a	foundation	for	the	future	of	the	field	of	Learning	Design	–	see	Figure	11.	A	summary	of	the	central	ideas	of	the	whole	Larnaca	Declaration	on	Learning	Design	is	provided	in	the	Appendix.		Given	the	breadth	of	this	new	definition	of	Learning	Design,	it	is	reasonable	to	ask	whether	the	scope	of	Learning	Design	has	become	so	broad	as	to	be	synonymous	with	“good	pedagogy”.	While	the	rich	pedagogical	literature	on	effective	teaching	and	learning	is	all	relevant	to	Learning	Design,	a	distinction	can	be	drawn	between	the	core	Learning	Design	concepts	of	Representation,	Guidance	and	Sharing	–	and	how	these	are	implemented	primarily	in	the	“design	and	plan”	step	in	the	Teaching	Cycle	–	and	the	wider	goal	of	good	pedagogy.	One	example	of	where	the	line	can	be	drawn	is	the	skill	of	adapting	in	the	moment	while	teaching	–	we	believe	this	is	an	essential	skill	of	educators,	but	it	is	not	the	same	as	Learning	Design;	and	a	training	course	for	educators	that	taught	both	Learning	Design	and	adaptation	would	be	teaching	quite	different	types	of	skills.	Future	research	can	be	expected	to	further	delimit	the	core	of	Learning	Design	(LD-F	and	LD-P),	the	factors	that	affect	it	(LD-CM),	and	the	wider	context	of	all	relevant	skills	and	understanding	for	effective	teaching.	
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Figure	11:	Components	of	the	field	of	Learning	Design			
Epilogue		The	development	of	music	notation	was	crucial	to	the	widespread	propagation	of	beautiful	music.	While	education	is	yet	to	develop	a	comparable	system	of	notation,	research	on	Learning	Design	Frameworks	gives	us	hints	of	what	this	might	look	like	in	the	future,	informed	by	the	wider	Learning	Design	Conceptual	Map.	If	a	notation	system	(or	systems)	for	describing	teaching	and	learning	activities	is	developed	and	widely	adopted,	its	success	will	be	due	to	a	complex	mixture	of	its	accuracy,	expressiveness	and	historical	contingencies.	Its	ultimate	goal,	though,	is	not	just	representation	for	representation’s	sake,	it	is	to	help	educators	to	describe,	share	and	adapt	effective	teaching	and	learning	activities	–	that	is,	designing	for	learning,	or	Learning	Design	Practice.		It	may	be	that	the	analogy	of	music	notation	will	take	us	a	considerable	distance,	but	later	be	found	to	be	missing	some	elements	of	education.	The	need	for	educators	to	adapt	or	“improvise”	in	the	act	of	teaching	in	response	to	their	interactions	with	learners	seems	one	significant	issue	for	deeper	consideration.	Perhaps	Jazz	music	will	provides	an	enriched	music	analogy	–	it	is	an	example	of	music	that	can	be	retrospectively	notated	like	other	music,	and	yet	the	act	of	performance	is	often	based	on	a	combination	of	professional	skill	together	with	just	the	essence	of	some	musical	idea	(as	opposed	to	performance	of	a	complete,	static	musical	score).		In	this	paper	we	have	used	the	success	of	Western	music	notation	to	help	us	imagine	a	similar	system	of	educational	notation.	In	practice,	we	already	have	a	range	of	proto-notational	examples,	and	it	may	be	that	several	different	education	notation	systems	will	arise	in	the	future,	each	with	different	descriptive	strengths	and	weaknesses.	Within	
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any	given	system,	there	may	be	multiple	diagrams	needed	to	convey	the	richness	of	teaching	and	learning	activities	(like	the	multiple	diagrams	of	UML	in	software	development).	So	while	the	analogy	of	music	notation	can	take	us	far,	we	believe	a	unique	solution	for	education	will	be	needed	that	is	unlike	anything	else.	The	challenge,	now,	is	to	create	it.		If	education	fails	to	develop	a	general	system	of	notation,	it	is	hoped	that	even	the	attempt	to	do	so	will	teach	us	deep	truths	about	the	fundamental	nature	of	education,	and	that	these	truths	themselves	will	contribute	to	more	effective	teaching	and	learning	approaches	in	the	future.			
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Summary	of	Larnaca	Declaration	on	Learning	Design		The	central	ideas	about	Learning	Design	in	the	Larnaca	Declaration	can	be	summarised	as:	
• Representing	learning	designs	in	formal	ways	(LD-F)	
• Sharing	and	re-using	learning	designs	
• Encouraging	localisation	of	learning	designs	for	the	needs	of	learners,	and	adaptation	to	different	disciplines	
• Focusing	on	pedagogy	in	all	its	forms	across	all	sectors	and	disciplines	(LD-CM)	
• Applying	the	teaching	cycle	to	implementing	and	improving	learning	designs	
• Emphasising	how	learners	learn,	and	hence	how	educators	can	teach	effectively	(LD-P)	
• Building	software	to	implement	and	share	learning	designs			
Glossary		Learning	Design	(capitalised):	The	field	of	Learning	Design		a	learning	design	(uncapitalised):	An	individual	example	of	a	sequence	of	teaching	and	learning	activities,	also	called	a	“design”	or	“sequence”.	A	learning	design	is	a	plan	for	potential	activities	with	learners,	which	is	to	be	distinguished	from	a	particular	implementation	of	this	plan	with	a	particular	group	of	learners	(see	“a	running	learning	design”)		a	running	learning	design:	The	implementation	of	a	learning	design	with	a	particular	group	of	learners,	also	called	“a	running	sequence”.		IMS	Learning	Design:	An	example	of	a	technical	language	for	implementing	the	concepts	of	Learning	Design	in	software		
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Learning	Design	Conceptual	Map	(LD-CM):	A	map	of	the	wider	educational	landscape	as	it	relates	to	core	Learning	Design	concepts	–	see	Figure	4		Learning	Design	Framework	(LD-F):	A	descriptive	language/notational	format/visualisation	for	describing	teaching	and	learning	activities	based	on	many	different	pedagogical	approaches		Learning	Design	Practice	(LD-P):	The	action	of	applying	Learning	Design	concepts	to	the	creation	and	implementation	of	effective	teaching	and	learning	activities,	also	called	“designing	for	learning”		teaching	strategy:	An	approach	to	teaching	that	proposes	a	particular	sequence	of	teaching	and	learning	activities	based	on	certain	pedagogical	assumptions.	Examples	of	teaching	strategies	are	capitalised	in	this	paper,	for	example,	Problem	Based	Learning,	Predict	–	Observe	–	Explain,	Role	Plays	and	WebQuests.	A	teaching	strategy	can	provide	a	pedagogical	rationale	as	well	as	a	suggested	structure	of	activities	for	a	learning	design.		
	
	
How	To	Cite	This	Document		Please	cite	this	version	of	the	Larnaca	Declaration	as	follows:		Dalziel,	J.,	Conole,	G.,	Wills,	S.,	Walker,	S.,	Bennett,	S.	Dobozy,	E.,	Cameron,	L.,	Badilescu-Buga,	E.	&	Bower,	M.	(2013).	The	Larnaca	Declaration	on	Learning	Design	–	2013.	Available	at	www.larnacadeclaration.org		
	 37	
References		AUTC	Learning	Design	(2002).	Predict	–	Observe	–	Explain:	Designer’s	Voice	–	Context.	http://www.learningdesigns.uow.edu.au/exemplars/info/LD44/more/03Context.html		Britain,	S.	(2004)	A	Review	of	Learning	Design:	Concept,	Specifications	and	Tools.	A	report	for	the	JISC	E-learning	Pedagogy	Programme.		http://www.jisc.ac.uk/uploaded_documents/ACF1ABB.doc		Bower,	M.,	Craft,	B.,	Laurillard,	D.	&	Masterman,	L.	(2011).	Using	the	Learning	Designer	to	develop	a	conceptual	framework	for	linking	learning	design	tools	and	system.	In	Cameron,	L.	&	Dalziel,	J.	(Eds).	Proceedings	of	the	6th	International	LAMS	&	Learning	
Design	Conference	2011:	Learning	design	for	a	changing	world	(pp	61-71).		8-9	December	2011,	Sydney:	LAMS	Foundation.	http://lams2011sydney.lamsfoundation.org/docs/RP/Bower_Matt.pdf		Conole,	G.	(2012)	OULDI	Course	Map.	http://jiscdesignstudio.pbworks.com/w/page/33031185/OULDI%20-%20Course%20Map		Conole,	G.	(2013).	Designing	for	Learning	in	an	Open	World.	New	York:	Springer.		Dalziel,	J.	(2003).	Implementing	Learning	Design:	The	Learning	Activity	Management	System	(LAMS).	In	G.Crisp,	D.Thiele,	I.Scholten,	S.Barker	and	J.Baron	(Eds),	Interact,	
Integrate,	Impact:	Proceedings	of	the	20th	Annual	Conference	of	the	Australasian	Society	
for	Computers	in	Learning	in	Tertiary	Education.	Adelaide,	7-10	December	2003.	http://ascilite.org.au/conferences/adelaide03/docs/pdf/593.pdf		Derntl,	M.,	Parrish,	P,	&	Botturi,	L.	(2010).	Beauty	and	Precision:	Weaving	Complex	Educational	Technology	Projects	with	Visual	Instructional	Design	Languages.	
International	Journal	on	E-Learning,	9,	185-202		Dimitriadis,	Y.	(2012).	Collaborative	learning	flow	patterns.	http://www.gsic.uva.es/wikis/yannis/images/c/cc/Collaborative_learning_flow_patterns.pdf		Goodyear,	P.	&	Retalis,	S.	(2010).	Technology-enhanced	learning:	design	patterns	and	
pattern	languages.	Rotterdam:	Sense	Publishers		Hernández-Leo,	D,	Villasclaras-Fernández,	E.D.,	Asensio-Perez,	J.I.,	Dimitriadis,	Y.,	Jarrín-Abellán,	I.M.,	Ruiz-Requies,	I.	and	Rubia-Avi,	B	(2006).	COLLAGE:	A	collaborative	Learning	Design	editor	based	on	patterns.	Educational	Technology	and	Society,	9,	58-71.		Hooker,	K.	W.	(1949).	College	Teaching:	The	Loneliest	Profession.	Bulletin	of	the	
American	Association	of	University	Professors	(1915-1955),	35,	643-650.		IMS	GLC	(2003).	Learning	Design	specification.	http://www.imsglobal.org/learningdesign/		Koehler,	M.	&	Mishra,	P.	(2009).	What	is	Technological	Pedagogical	Content	Knowledge	(TPACK)?.	Contemporary	Issues	in	Technology	and	Teacher	Education,	9,	60-70.		Koper,	E.J.R.	(2001).	Modelling	Units	of	Study	from	a	Pedagogical	Perspective:	The	pedagogical	metamodel	behind	EML.	Heerlen:	Open	Universiteit	Nederland.		
	 38	
http://eml.ou.nl/introduction/docs/ped-metamodel.pdf			Laurillard,	D.	(2002).	Rethinking	University	Teaching:	A	Conversational	Framework	for	the	Effective	Use	of	Learning	Technologies.	(2nd	Edn)	London:	RoutledgeFalmer.		Laurillard,	D.	&	McAndrew,	P.	(2002).	Virtual	Teaching	Tools:	Bringing	academics	closer	to	the	design	of	e-learning.			http://kn.open.ac.uk/public/getfile.cfm?documentfileid=7517		Littlejohn,	A.	&	Pegler,	C.	(2007).	Preparing	for	Blended	E-Learning.	London:	Routledge.		Masterman,	E.	&	Manton,	M.	(2011).	Teachers’	perspectives	on	digital	tools	for	pedagogic	planning	and	design.	Technology,	Pedagogy	and	Education,	20,	227-246		McAndrew,	P.,	Goodyear,	P.	&	Dalziel,	J.	(2006).	Patterns,	designs	and	activities:	Unifying	descriptions	of	learning	structures.	International	Journal	of	Learning	Technology,	2,	216-242.		Prieto-Santos,	L.P.,		Dimitriadis,	Y.,		Villagrá-Sobrino,	S.L.	(2011).	Representing	learning	design	and	classroom	orchestration	through	atomic	patterns	Proceedings	of	the	Art	and	
Science	of	Learning	Design	international	workshop,	ASLD	2011,	London,	UK,	October	2011.	http://www.gsic.uva.es/uploaded_files/36400_20110811_UVa_RepresentingClassroomPractice.pdf		Walker,	S.	&	Kerrigan-Holt,	M.	(2012).	Map	My	Programme.	http://www.mapmyprogramme.com/	
